This article describes the psychological processes that lead to academic and social integration based on a retention model proposed by the authors (Bean & Eaton, 2000) . It also describes how successful retention programs such as learning communities, freshman interest groups, tutoring, and orientation rely on psychological processes. Four psychological theories form the basis for our recommendations: attitude-behavior theory which provides the overall structure of the theoretical model, and coping behavioral (approachavoidance) theory, self-efficacy theory, and attribution (locus of control) theory that lead to academic and social integration.
Attempts to use psychological type to predict retention have met with little success in the past (Bucklin & Bucklin, 1970) , and in most studies this approach has been abandoned in favor of the sociology of retention (Tinto & Goodsell, 1993) . Some researchers have used psychological dispositions to identify types of students to see if certain kinds of students are more likely to leave college than others (Stage, 1989) . While this approach provides evidence that different types of students leave college for different reasons, it does not provide an explanation of the processes that lead to academic or social integration and ultimately retention.
Modern retention studies began with Spady (1970) and are characterized by the use of sociological theory to link multiple variables in a longitudinal model. Emile Durkheim provided Spady with the idea that some people commit suicide because their values are not congruent with those of their social group or they lack support from this group. Spady considered leaving college analogous to committing suicide-in each case a person withdraws from a social system. It followed that students would withdraw from college because they lacked value congruence or social support. Tinto (1975) used Spady's adaptation of Durkheim's concepts as the source of academic integration (value congruence) and social integration (social support). These became the core of his longitudinal model of student retention. For two and a half decades this theory dominated our understanding student retention (Braxton, 2000) . Midway through this period he added Vangennep's idea of successful rights of passage as an explanation for student retention (Tinto, 1987) . Using this approach, students leave college because they fail to separate from a previous socializing agent, fail to negotiate a transitional period, and fail to incorporate new values into their lives at school.
Research based on Tinto's approach influenced practical recommendations about retention programming during this period of time. Recommendations to improve retention focused on institutional practices that would lead to increased academic integration, increased social integration, and programs that might assist students in being successful in their rights of passage. Administrators interested in the bottom line were interested in increasing the retention rate for students. These practitioners knew what the results of their programs should be, but were given no explanation of the mechanisms by which activities would lead to increased academic or social integration and reduced attrition.
The first purpose of this article is to describe the psychological processes that lead to academic and social integration and to describe the overall structure of a retention model proposed by the authors (Bean & Eaton, 2000) . This model accounts for the role of psychological processes in traditional retention theory. Second, the article will describe how successful retention programs such as learning communities, freshman interest groups, tutoring, orientation, and so on, rely on psychological processes. Four psychological theories form the basis for our recommendations: attitude-behavior theory which provides the overall structure of the theoretical model and coping behavioral (approach-avoidance) theory, selfefficacy theory, and attribution (locus of control) theory that lead to academic and social integration.
THE PSYCHOLOGICAL MODEL
The model presented in Figure 1 shows how psychological processes flesh out the overall structure of traditional retention models and how academic and social integration can be viewed as outcomes of psychological processes. We believe that the processes described in the model operate regardless of gender, ethnicity, or age. The model is described in detail elsewhere (Bean & Eaton, 2000) , so we will provide only a summary.
The overall flow of the model indicates that an individual enters an institution with psychological attributes shaped by particular experiences, abilities, and self-assessments. Among the most important of these psychological factors are self-efficacy assessments ("Do I have confidence that I can perform well academically here?"); normative beliefs ("Do the important people in my life think attending this college is a good idea?"); and past behavior ("Do I have the academical and social experiences that have prepared me to succeed in college?").
The student then interacts with the institution and its representatives in the bureaucratic, academic, and social realms while continuing to interact with people (parents, spouses, employers, old friends) outside of the institution. Bureaucratic interactions occur in such areas as registration, financial aid, the bursar's office, housing, orientation, advising, and placement. In the academic realm, the student interacts with faculty members (formally inside the classroom and informally outside the classroom), advisors, librarians, tutors, computer center staff, other students, and so on. In the social realm, interaction includes social contacts with any person in the college, but key interactions usually involve other students, faculty, or staff.
The interactions within each realm do not directly and magically result in academic and social integration. While interacting with the college environment and its many different features, the student engages in a series of self-assessments that can be described by several psychological processes. These self-assessments help students connect particular experiences they have had at the institution with their general feelings about college.
Emotional reactions to college environments motivate students to engage in adaptive strategies. The purpose of these strategies is to feel more comfortable and integrated into the environment. Of particular interest in understanding academic and social integration within the context of our model are self-efficacy assessment, coping behavior, and locus of control (part of attribution theory).
Self-efficacy theory has been thoroughly described by Bandura (1997) . Selfefficacy is defined as an individual's perception of his or her ability to act in a certain way to assure certain outcomes. Individuals develop a sense of how effective they are at dealing with particular tasks or situations based on observation and past experiences. An individual's belief that she or he is capable in one area, such as mathematics, does not transfer to another area, such as dance. Selfefficacy is task specific. When individuals believe they are competent, they gain in self-confidence and develop higher levels of persistence at and achievement of the task and develop higher goals for task achievement. We believe that as academic and social self-efficacy increase, academic and social integration also increase.
Coping behavioral theory proposes that through an assessment of a given environment and adaptation to that environment, one adjusts to new situations. Adjustment is a process by which individuals fit into a new situation (French, Rodgers, & Cobb, 1974) . Adaptation is a process by which individuals learn to cope with a situation whether he/she fits in or not. Coping behaviors allow a student to adapt to school, and adaptation is the process by which a student becomes integrated into the new school environment. We view academic and social integration to be at least in part the outcomes of adaptation. Specifically, they result from developing coping strategies in a college environment.
One of the three major aspects of attribution theory is locus of control (Rotter, 1966; Weiner, 1986) . Locus of control indicates the extent to which an individual views their past outcomes and experiences to be caused by internal or external forces. An individual with an internal locus of control believes she or he is instrumental in her or his own successes or failures, whereas a person with an external locus of control believes past successes or failures are due to fate or chance. Students who have an internal locus of control are likely to act in such a way as to achieve academic or social successes because they link, for example, studying and attending classes with academic achievement. A student with an external locus of control will not be motivated to study hard because they believe academic success comes from luck or the teacher liking you. Where locus of control is internal, we expect students' motivation to study and to socialize to be high. We believe that these efforts will lead to academic and social integration.
The psychological response to the interaction of the student with the college environment is a sense of academic and social integration ("I am part of this group and I share it's values"). Integration leads to a more specific set of attitudes: institutional fit ("I fit in at this school") and institutional loyalty ("I feel I made the right choice to come here, being at this school is important to me"). Academic integration plays a vital role in the retention and graduation of students.
According the Fishbein and Ajzen (1975) , attitudes lead to intentions that lead to behaviors. Institutional fit and loyalty lead to the intention to persist which leads to actual persistence. While this represents the overall flow of the model, the model also indicates that any factor could have a direct effect on the decision to leave school.
Interactions and assessments in the institutional environment can be viewed as linear, but are almost certainly circular and reciprocal. For example, positive self-efficacy related to studying ("I am good at studying for tests") can lead to good grades, affirming a stronger sense of integration into the academic community. This feeling of successful adaptation to the academic environment can lead to greater motivation to study in the future, leading to better grades and other measures of academic success and increased academic self-efficacy and academic integration.
While we have briefly described how the psychological model is expected to work, our primary task is to describe how programs contribute to increased academic and social integration and eventually higher levels of retention. Given an understanding of the psychological processes involved in developing academic and social integration, how can an institution provide programs that increase academic and social integration and increase student success?
Almost all programming can be described as bureaucratic, academic, or social interactions. Programming by its nature involves an interaction between the student and some representative of the school (directly or indirectly). For example, a tutoring program involves an interaction between the student and the tutor. A freshman interest group involves a student interacting with faculty and other students who share an interest. An orientation program similarly involves student interactions with staff or faculty members and other students. According to the model, programs are effective when they assist students in gaining positive self-efficacy, approaching rather than avoiding social and academic activities, developing an internal locus of control with regard to social and academic matters, and developing positive attitudes toward being at school.
PSYCHOLOGICAL FACTORS UNDERLYING SUCCESSFUL RETENTION PROGRAMMING
We will next describe in greater detail how the psychological components of a retention program may underlie its success. In particular, we will examine how different program activities lead to positive psychological outcomes that result in increases in academic and social integration and ultimately in student retention.
In recent years, many studies have been published about programs that increase student success. For the purposes of this article, we shall examine four types of programs that are currently popular. By looking at the components of these programs we can identify the psychological processes that help students improve their chances of succeeding in college.
Service-Learning
Service-learning programs have a long history on college campuses. Servicelearning is defined as "a form of experiential education in which students engage in activities that address human and community needs together with structured opportunities intentionally designed to promote student learning and development" (Jacoby, 1996, p. 5) . Recent research has shown that service-learning is an increasingly desirable way for students to apply what they learn in class to the real world (Levine & Cureton, 1998) . From peer tutoring programs on campus to community health internships in foreign countries, service-learning plays an important role in the education of many of today's college students.
Service-learning has several aspects that fit directly into our retention model. For example, Sax and Astin (1997) identified 35 student outcomes that were favorably associated with the service-learning experience. They found that students who participated in these programs became more civilly responsible, showed enhanced academic development, showed gains in terms of life skills such as knowledge and acceptance of cultural differences, and had improved interpersonal skills. Other studies (Boss, 1994; Conner-Linton, 1995; Giles & Eyler, 1994; Greenberg, 1997; Lena, 1995; Markus, Howard, & King, 1993; Shastri, 1998) all speak to student academic, social, and moral gains as the result of these experiences. From the perspective of our retention model, there seems to be ample evidence that service-learning programs offer opportunities for the kind of psychological growth that leads to increased academic and social integration.
Students must adapt to the academic environment successfully or be dismissed. Jacoby (1996) points out that service-learning provides different approaches to learning than traditional higher education pedagogy. It offers students the opportunity to apply theory to practice and examine theory in new situations.
Studies of service-learning programs have shown that students gain academically and cognitively from them. For example, studies of specific programs have shown that, when compared to peers who did not participate in service-learning, students gained problem-solving skills (Greenberg, 1997) , improved cognitive development (Giles & Eyler, 1994) , and demonstrated better academic performance and spent more time studying (Sax & Astin, 1997) . Within the context of our model, let us examine the psychological outcomes of service-learning that can affect retention.
Effects on Approach-Avoidance/Coping Strategies
As students acquire new skills and enhance their cognitive abilities, they gain higher order thinking capabilities. These gains and exposure to new and more effective problem-solving skills assist students in broadening their repertoire of coping skills. New experiences allow students to persist under stress in ways they may not have been able to in the past. These new strategies give students new ways to adapt to their college environment.
Effects on Changes in Locus of Control
Service-learning also enables students to develop a sense of ownership for a new community. While feeling a part of this community, students have an opportunity to re-examine their own perspective on locus of control. Many students said that participating in service-learning helped them realize that "one person can make a difference" (Levine & Cureton, 1998, p. 41) . They began to believe that individuals working together can help alleviate societal problems. This belief is contrary to the external locus of control perspective that life's outcomes are only due to chance and luck. Students realize that by taking charge they can improve their lives.
Effects on Academic and Social Self-Efficacy
Service-learning provides students with opportunities to work with faculty in a new way. Interaction with faculty and improved learning gained by applying theory to practice enables students to increase self-confidence and develop academic self-efficacy. Students can experience similar gains in the social arena. Kuh et al. (1991) stated that the peer group that students acquire may influence their academic choices and performance. A peer group with negative attributes may prohibit a student from growing socially in a new environment. Some behavior, like excessive partying, might increase social integration but impede academic integration.
Service experiences enable students to meet others with an altruistic outlook. They can build social connections while developing a value system that emphasizes academic pursuits. Within the service-learning environment, students have the opportunity to interact with other students, community members, and faculty. With these people they share common values and goals related to civic responsibility. Levin and Cureton (1998) found that nearly two-thirds of college students participate in some service-learning activities on their campuses. Students in their study pointed to the social and societal aspects of service as reasons to participate. Many stated that it was "a great way to meet new people" (p. 41).
Service-learning relies on social interaction. Students gain socially from the experience, develop a shared sense of purpose, and reduce feelings of isolation (Greenberg, 1994) . Social successes in the institutional environment help students become better communicators and gain a sense of social self-efficacy.
Learning Communities/Freshman Interest Groups
First-year student transition issues are a common topic in learning community programs. Learning communities are a way to combine academic and social aspects of the institution in order to promote better academic performance and retention (Gabelnick, Macgregor, Matthews, & Smith, 1990) .
One form of learning community is the Freshman Interest Group (FIG) . In FIGs students enroll together in a block of associated courses. These students also take a specific course or seminar in which they work together on FIG issues. Here, through writing and discussion, they learn about transition issues and to recognize common elements in their courses.
Learning communities have many similarities with service-learning programs. Both are designed to enhance student learning by helping students see linkages between courses. They also create a mechanism for students to have formal social interaction with one another, faculty, and staff. By incorporating a transition seminar into their program, FIGs often address issues of transition to college, orientation, and the development of academic skills (Tinto & Goodsell, 1993) .
FIGs and other learning communities combine opportunities for social and academic adaptation within the college environment. Students form a peer group based on shared academic interests in which students can support one another (Kanoy & Bruhn, 1996) . For students at large institutions or on commuter campuses, FIGs create a sense of community. In the past students at these schools were expected to create communities on their own, and many of these efforts failed. Programs such as the Emerging Scholars Program at the University of California at Berkeley teach students to work with peers in order to better serve their curricular interests, study more effectively, and inspire motivation. Such programs create positive experiences that help students achieve long term success (Gainen, 1995) .
As suggested by our model, several psychological outcomes of learning communities and FIGs can affect academic and social integration and ultimately student retention.
Effects on Approach/Avoidance Coping Strategies
Interactions with faculty members enable students to adapt better to academic requirements by developing academic strategies which can be used in future assignments. The development of a peer group also allows students to view the coping strategies that others use for similar stressful situations. By working together to solve academic problems, students also gain new coping strategies for other situations.
Effects on Locus of Control
While working with other students to solve common problems and accomplish course goals, students begin to learn that they can take charge of their academic future. Learning communities allow students to try new behaviors in a protected environment. Learning community dynamics give students the opportunity to see first hand how their behavior and other people's behaviors result in various outcomes. For example, with the support and encouragement of faculty and by observing other students, they can learn specific ways to change their behavior in order to achieve better grades.
Effects on Academic and Social Self-Efficacy
Much like the service-learning model, learning communities enable students to become more socially adept. Peer groups that share common academic goals enhance both social and academic efficacy by giving students a structure in which to build competence and confidence. As students' confidence in their academic abilities grows they establish positive social relationships with peers from their classes. Such associations make them more likely to become integrated into the academic and social fabric of the college.
Freshman Orientation Seminars
Often considered to be an extension of traditional orientation programming, freshman orientation seminars have gained increasing popularity in the past decade (Yockey & George, 1998) . Pascarella and Terenzini (1991) , in their meta-analysis of orientation programs, found that among orientation programs, the freshman first-semester orientation seminar was the program that most consistently contributed to social integration and persistence.
Many studies found that freshman seminars contribute to academic performance and retention over time and provide opportunities for academic and social integration (Barefoot & Gardner, 1993; Fidler, 1991; Hanley & Olson, 1996; Yockey & George, 1998) . Barefoot and Gardner (1993) described a framework for effective freshman programming that included a sense of community, increased student involvement in the institution, and social and academic integration. In their research, they found that most freshman seminars address at least one of these concepts.
Looking at the freshman seminar through the psychological framework in our model, we can again see that it shares many characteristics with the programs previously described.
Effects on Approach/Avoidance Coping Strategies
The Freshman Seminar integrates the social and academic aspects of a student's college experience. It offers opportunities for students to interact with one another academically and socially. It provides some training in basic academic skills and time management. It helps students learn about the campus and its resources and informs them about various academic and bureaucratic requirements (Barefoot & Gardner, 1993) . Most seminars help students learn to solve their academic and social problems and to navigate the academic bureaucracy. By creating an environment in which students are exposed to a repertoire of active coping strategies, students' ability to cope with their stressors improves.
Effects on Locus of Control
Students in a group discussing campus issues, problems, and challenges learn new ways to deal with their roles. Through a mentor or instructor they learn that they have the capacity to control their destiny in college. With support and encouragement, students can gain a more internal locus of control. They develop new ways of taking charge of their lives, of not leaving outcomes up to fate, and sharing within their classroom the strategies, resources, and ideas that can help them help themselves.
Effects on Self-Efficacy
Through the instructor, the Freshman Seminar gives students access to a caring faculty or staff member that may become their mentor during their first semester. The seminar helps the student gain self-confidence with regard to many aspects of the college environment. It also provides a way for students to create a support group of peers from which other social relationships can emerge. The freshman seminar helps students build confidence, esteem, and social and academic selfefficacy in their new environment. It provides students with an unthreatening forum in which to ask about their concerns and problems at college.
Because seminars target the issues that confront students in their first year, they are a direct way to help students adapt to the college environment. They present students with strategies for dealing with institutional, academic, and social problems. Seminars build a student's repertoire of resources for navigating a complex institutional bureaucracy and faculty culture. In doing so, it provides the student with alternatives for future adaptive responses to the environment. It helps students become less avoidant in dealing with their problems. Finally, by enabling students to work together to solve problems and share ideas, it builds another peer group in a positive, academic environment.
Mentoring Programs
Mentoring, particularly planned mentoring, has been used increasingly in higher education. Its primary purpose has been to improve retention and graduation rates (Anderson et al., 1995; Dunn & Moody, 1995) . Studies have shown that access to a mentor can contribute toward a student's academic achievement and retention (Redmond, 1990; Schwitzer & Thomas, 1998) . The structures of peer or faculty mentoring programs are similar to the other programs we described. Mentors provide incoming students with support, information, and referrals to university services.
The functions of planned mentoring programs are similar to the functions of the learning community and the Freshman Seminar. The mentor becomes a vehicle for adaptation to and integration into the student's academic and social communities. Unlike the other programs, the mentor helps individuals develop and is less concerned with a student's peer group attachments.
Effects on Approach/Avoidance Coping Strategies
Like the programs discussed earlier, mentoring provides an opportunity for a student to develop active coping strategies for dealing with the needs and problems encountered in college. The mentor can become the student's primary socializing agent. Mentors provide rich information and referrals that help students successfully adapt to their new college environment.
For students who are avoidant, mentoring may be the best method of intrusion. Aggressive mentoring has the capacity to touch this type of student in ways more passive programs cannot. By bringing an avoidant individual into communication with a guiding mentor, that student is more likely to become active in adapting to the environment.
Effects on Locus of Control
A mentor, perhaps more than anyone else, can encourage a student to try new ways of looking at their lives in order to achieve positive outcomes. A mentor, much like a parent, has the opportunity to help students see that they are really in control of their own destiny in college. For example, grades are based on academic skills and preparation. Adapting to college isn't as much about being the right type of student as it is about learning the behaviors that can assist the student in navigating the institutional culture. Redmond (1990) states: "Effective mentoring involves not only the transfer of academic skills, attitudes, and behaviors but a level of interaction, trust, and communication which results in a psychosocial comfort that empowers a student with the knowledge and confidence to grow academically and socially, regardless of the environment" (p. 191) . A shift of locus of control empowers individuals so they are able to take charge of their own destiny. Mentoring can be a very empowering process.
Effects on Self-Efficacy
When a mentor validates a student's strengths and perspectives, the student can become more successful. A mentor contributes to social self-efficacy by providing ways in which the student can experience and interpret the campus social environment. In particular, minority students on a predominantly white campus need resources that can help them experience the campus in a positive, productive way (Schwitzer & Thomas, 1998) .
With respect to academic self-efficacy, a mentor becomes a sounding board by which a student can explore her/his own perceptions of the academic world. The mentor can help the student see the validity of their own work and study habits to build the student's self-confidence. A mentor acting alone has the capacity to reinforce students' beliefs about themselves in a positive way while helping them succeed in meeting their academic and social needs on campus.
Having described how popular retention programs affect the psychological processes that increase students' academic and social integration, we have one comment before the summary. With regard to the overall structure of the model, based on the work of Fishbein and Ajzen (1975) , it should be remembered that past behavior, beliefs, and norms lead to attitudes that lead to intentions that lead to the behavior in question-retention. Thus, all program staff should be concerned not only with the service they are providing, but how their provision of this service affects student attitudes toward themselves and the college. Positive attitudes lead toward institutional fit, loyalty, and an intention to remain enrolled until graduation. These three factors are strongly related to student retention.
SUMMARY
Psychological theories can be used to help explain how social and academic integration come about. To become academically and socially integrated into a school, students need certain attributes. They need to believe they are effective in their social environments. They need to believe that they are effective academically and believe they are in charge of their own outcomes. They need to develop coping skills and to be motivated to approach academic and social challenges. When they develop positive attitudes toward their institution, feel they fit in, achieve good grades, and want to graduate from the school, they are more likely to succeed and graduate.
Rather than being a bystander in the process, institutions can develop programs to help students develop self efficacy, internal locus of control, approach academic and social work, and develop positive attitudes toward attending the school. Service-learning programs, freshman interest groups and other learning communities, freshman orientation seminars, and mentoring programs all hold potential for enhancing student success in college.
Each of these four programs should be designed to facilitate psychological growth in the four areas we specified so that the outcomes of these processes, academic and social integration and retention, can be achieved. While specific activities may differ, each type of program can be designed bearing these psychological processes in mind. Four questions can serve as guidelines for program design. 1) How does a student's participation in this program help the student develop positive attitudes toward the college and her/himself as a student at this college? 2) How does a student's participation in this program help the student learn strategies to approach new academic and social situations and cope successfully with them? 3) How does a student's participation in this program help the student feel academically or socially successful? and 4) How does a student's participation in this program help the students feel in control of their lives as students at this institution?
Institutions may want to reevaluate programs which have no clear connection to this kind of psychological growth. Programs with goal statements related only to specific task accomplishment (e.g., we only want to improve your note-taking skills) may be successful in accomplishing this task but fail to help students see the cycle of growth in which they are involved. To help facilitators learn that they are offering more than a skill is a change which may require staff development programs. This staff development could have a significant impact on retention.
Space limitations prevented us from describing the way in which other types of retention programs can help in psychological development. The four programs we described here are only a small number of the total range of programs available to institutions to help improve retention. We believe that there are many approaches that can have a powerful influence on individual psychological growth. Let us provide a partial list of these: new student orientation can provide information about academic and social services so a student can approach these programs; the orientation of parents can be used to reinforce attitudes (the institution cares), information (the reference librarian is there to help you, but you have to ask), and beliefs (you can do the work here; students who succeed study hard, (it isn't luck); advising can place students in courses where they can succeed developing a sense of academic self-efficacy; student monitoring can provide feedback related to self-efficacy, approach, and locus of control; peer counseling can involve a social self-efficacy component; institutions can provide places and events so that students can learn to interact socially in a supportive environment-interaction that leads to improved social self-efficacy assessments; informal interaction with faculty members can help reinforce student attitudes and beliefs in all areas; faculty development workshops can be conducted where faculty members are made aware of the non-cognitive outcomes from classroom successes and failures; diversity programs can provide environments where ethnic minorities or persons of color can interact in a way to form positive attitudes toward being on campus, learn to approach academic and social issues, develop a sense of self-efficacy in the college environment, and develop an understanding that they are responsible for their own successes (or lack of success) on campus. Using resources to implement policies which develop programs that attend to the psychological development of students on campus can help students' academic and social integration on campus.
Student effort and student-institution interaction at each phase of the model can contribute to student retention. Institutions need to provide suitable information and required resources so that students can succeed on campus. Staff and faculty need to provide students with opportunities to build and enhance academic and social skills in a positive, supportive, intentionally constructed environment. Institutions need to provide new students with mentors and access to students that are already a part of the community. These mentors and other administrators, counselors, advisors, and faculty need to help newer students validate their impressions, to guide them in positive ways, and to help them see that they have control of their academic and social lives.
Program initiatives should combine academic and social activities to help students develop skills and a positive self-image. These skills include developing higher order thinking, problem solving that leads to more active, approach-driven coping, an internal locus of control, gains in self-confidence, gains in academic self-efficacy, and gains in social self-efficacy. These outcomes should help students successfully deal with their academic and social challenges in college.
Besides student success, which is a central focus of college and university missions, these outcomes should help institutions increase rates of retention. As retention rates increase, tuition income to the institutions should increase providing the resources necessary to pay for the programs.
